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Kindergarten Teacher Perceptions of Kindergarten Readiness: 







Using the National Center for Early Development and Learning’s Transition Practices Survey 
(1996), Rimm-Kaufman, Pianta, and Cox (2000) addressed teachers’ judgments of children’s 
problems at Kindergarten entry. Since then, many changes have occurred in both early childhood 
education and Kindergarten. For example, pre-Kindergarten has been expanded by private, local, 
state, and federal agencies to serve the needs of all children and Kindergarten teachers are 
expected to deliver a more rigorous academic curriculum. Therefore, the purpose of this study 
was to identify current Kindergarten teachers’ judgments about children’s Kindergarten 
readiness and learning-related behaviors at school entry. Findings from Kindergarten teachers 
(N=531) indicated that teachers placed a high value on social–emotional skills and viewed 
many children as not having the requisite skills for successful Kindergarten entry. Further, 
they believed a large number of children were experiencing significant struggles that could 
hinder their classroom work. Implications for these findings are discussed as is the need for 
future research on strategies to enhance young children’s behavioral self-regulation and social-
emotional skills prior to and during the transition to Kindergarten. 
 







Kindergarten Teacher Perceptions of Kindergarten Readiness: 
The Importance of Social–Emotional Skills 
Entry into Kindergarten is an important transitional year for children as it marks their 
shift from a setting that tends to focus on developmental learning to a formal K-12 educational 
system.  This first year of school now has increased structure and greater emphasis on academic 
learning than in the past. In fact, evidence supports the idea that Kindergarten has become the 
new first grade (Bassok, Latham, & Rorem, 2016). That new emphasis, coupled with the 
growing number of children with special needs, may have created a mismatch between teachers’ 
expectations and children’s competencies. Although this shift may have been important to 
prepare students for their subsequent education, researchers have found that children might not 
be ready for these increasing demands.  In their oft-cited national study, Rimm-Kaufman et al. 
(2000), noted that “Difficulty following directions” and “Lack of academic skills” were the most 
frequently reported problems by Kindergarten teachers.   
Teachers at all levels are increasingly being held accountable to show evidence of 
effective teaching that enhances children’s learning (Brooks-Gunn et al., 2013).  In the nearly 
two decades since the Rimm-Kaufman et al. (2000) article was published, the trend towards 
more rigorous academic Kindergarten programming has continued, raising important questions 
surrounding the beliefs and expectations current teachers hold for children’s Kindergarten 
readiness.  The purpose of this study was to identify current Kindergarten teachers’ judgments 
about children’s Kindergarten readiness and learning-related behaviors at school entry. 
Changes in the Early Childhood Education Landscape 
Over the past two decades, many changes have taken place in early childhood education 




considered optional and separate from elementary school, Kindergarten education has now 
become a mainstay of primary education in the United States (Spring, 1996).  This foundational 
year is now integrated into the identity and structure of elementary schools with nearly all states 
(46) requiring school districts to offer either half- or full-day Kindergarten programs (12 half-day 
and 34 full-day) (National Center for Education Statistics, n.d.). These precedencies also reflect 
the growing trend towards full-day Kindergarten. Even in states that only require half-day 
programs, many districts still offer full-day options. For example, in Virginia, only half-day 
programs are required, but 129 of 133 school districts in Virginia offer full-day Kindergarten 
(Chandler, 2014).  
 The Kindergarten curriculum has been influenced by the accountability movement in K-
12 education ushered in by the federal No Child Left Behind act of 2001.  Under this legislation, 
schools were required to meet state standards for achievement and were forced to disaggregate 
data for various pre-defined groups in the school.  Along with this change came an intense focus 
on children’s academic preparation.  More recently, a majority of states (42) have adopted the 
Common Core State Standards which are a set of curriculum standards for mathematics and 
English language arts that are meant to promote high quality education (Common Core State 
Standards Initiative, n.d.). These standards begin in Kindergarten and set several reading 
standards that delineate skills children should have attained by the end of Kindergarten such as 
reading, understanding, and answering key details in text (Common Core State Standards 
Initiative, 2010).  It is clear that the expectations for academic achievement is present from a 
child’s first year in school. 
With this growing emphasis on early academic skills, the pressure to introduce pre-




in the expansion of access and use of pre-Kindergarten programs – a term typically used to 
denote the year of early childhood education the year before Kindergarten. Forty states and the 
District of Columbia have state-supported pre-Kindergarten programs and, in those states, 30% 
of 4-year olds were enrolled in those state programs (Barnett, Carolan, Squires, & Clarke-Brown, 
2014). This number does not include the nearly 930,000 children served by the federal Head 
Start early childhood program in 2014 (Administration for Children and Families, n.d.) or 
children enrolled in private preschool programs. Children from a variety of backgrounds are 
increasingly attending pre-Kindergarten programming which has helped to prepare them for the 
higher academic expectations of Kindergarten. In addition, some states have adopted early 
learning standards that are linked to Kindergarten standards (Flores, Curby, Coleman, & Melo, 
2016), allowing for greater alignment in curricula. Perhaps, for these reasons, children entering 
Kindergarten in 2010 had significantly higher math, literacy, and behavioral skills than they did 
in 1998 (Bassok & Latham, 2017), indicating a growing level of readiness.  
Kindergarten Readiness 
 The academic and social–emotional skills that children have prior to Kindergarten entry 
are commonly classified as components of Kindergarten readiness.  These skills are meant to 
capture the degree to which children will be able to enter Kindergarten prepared to learn and 
ultimately thrive in school.  The essential domains of school readiness include language and 
literacy, cognition and general knowledge (including early math and science), approaches 
towards learning, physical well-being and motor development, and social and emotional 
development (U. S. Department of Education, n.d.). These skills have been linked to children’s 
outcomes at the end of Kindergarten (Stormont et al., 2015), first grade (Hair, Halle, Terry-




academic skills set the stage for further academic skill growth.  For example, children who know 
the alphabet or their numbers up to 20 ensure teachers they can teach early literacy or math skills 
successfully. Kindergarten teachers may view these skills as foundational for children to have at 
Kindergarten entry and, therefore, might prioritize children having academic skills over other 
skills. 
 Social–emotional skills refer to a broad set of children’s abilities to understand and 
regulate their own emotions, and, to some extent, manage problem situations with other children 
and behave pro-socially (Denham et al., 2014; Denham et al., 2003).  Acquisition of these skills 
provide for a more academically productive classroom as well as a more pleasant one (Curby, 
Brown, Bassett, & Denham, 2015; Denham, Brown, & Domitrovich, 2010). 
Teachers’ Judgments of Student Readiness 
As Kindergarten teachers are being held accountable for children’s academic learning, 
activities of Kindergarten and pre-Kindergarten began to increasingly focus on academic skill 
preparation. Although teachers’ assessments of academic ability among older students are fairly 
accurate (e.g., Jussim & Eccles, 1992), less is known about the association between teachers’ 
judgments and children’s later academic success among very young children (Goldstein, 
Eastwood, & Behuniak, 2014). Nevertheless, many states now use teacher’s observations of 
children’s skills as a method for assessing school readiness (Goldstein, McCoach, & Yu, 2017). 
Data from Connecticut indicated that teachers’ perceptions of school readiness, specifically in 
literacy and numeracy skills were most predictive of Kindergarten retention, even when 
controlling for demographics (Goldstein et al., 2014). Unfortunately, most children appear to 
receive no benefit from repeating Kindergarten (Burkham LoGerfo, Ready, and Lee, 2007), and 




(e.g., Silberglitt, Jimerson, Burns, & Appleton, 2006). Therefore, an updated understanding of 
Kindergarten teachers’ judgments of school readiness maybe important to informing future 
academic and social/psychological success. 
Research Questions 
In light of the changing landscape of early childhood and Kindergarten education in the 
United States within the last two decades, the purpose of the present study was to assess teachers' 
perceptions of children’s readiness upon Kindergarten entry and to identify their perceptions of 
the importance of these skills.  To that end, we asked the following research questions: (1) What 
are teachers' perceptions of children’s Kindergarten readiness? (2) What are teachers’ 
perceptions of the relative importance of children’s academic and social skills in Kindergarten 
readiness? (3) What proportion of children in their Kindergarten class did teachers identify as 
having classroom-based behavior problems (e.g., difficulty working independently)?  To help to 
contextualize the findings in regards to Kindergarten transition and readiness, we also analyzed 
teacher responses to an open-ended question within the survey.   
Method 
Participants  
 The results of the survey were based on survey responses from 531 Kindergarten 
teachers. Consistent with the early childhood education field, responding teachers were 94% 
female. Teachers were also asked which age band they belonged to. The modal age of 
respondents was 45 to 54 years (33%).  Teachers reported an average of 11.5 years (SD=8.5) 
teaching experience in Kindergarten and 18 years teaching experience (SD=10) in any grade. In 
terms of educational preparation, 37% reported having a bachelor’s degree, 58% reported having 




open responses at the end of the survey. The vast majority of teachers in the sample came from 
public schools (89.3%).  The number of respondents generally tracked with state populations 
with the most respondents coming from California (12.2%), Texas (12.0%), and Florida (10.7%), 
the three most populous states.  Seven states did not have any teacher responses (Alaska, 
Delaware, Maine, Montana, North Dakota, West Virginia, and Wyoming). 
 The demographic profile of the sample generally mirrors the sample characteristics of 
national surveys of teachers.  Using the PowerStats feature in the 2011-12 (most recent 
available) NCES Schools and Staffing Survey (http://nces.ed.gov/datalab/sass/), we determined 
that public and private Kindergarten teachers in the US were 88% female and had, on average, 
14 years of teaching experience. In addition, the Schools and Staffing Survey found that 42% of 
Kindergarten teachers reported having a bachelor’s degree, 44% reported having a master’s 
degree, 9% had an education specialist or certificate, and 1% had a doctoral or professional 
degree. Compared to this national survey, the respondents to our survey were proportionally 
(6%) more female and more experienced (4 years). In addition, our sample had 5% fewer 
teachers with a bachelor's degree, but had 16% more teachers with a master's degree, potentially 
indicating that the teachers in our sample received more training.  
Procedure 
The American Psychological Association’s Coalition for Psychology in Schools and 
Education updated and adapted the NCEDL Transition Practices survey created in 1996 and 
reported in Rimm-Kaufman et al. (2000). We added and modified several original questions to 
make them more relevant to current practice in educational settings such as the inclusion of 




Teachers were identified and contacted through a third-party company, Market Data 
Retrieval (MDR), which was the same company that was used in the Rimm-Kaufman et al. 
(2000) study. MDR maintains a repository of email addresses for current Kindergarten teachers 
in the United States. Emails were sent out inviting 10,000 randomly selected public and private 
school Kindergarten teachers to participate in an electronic survey hosted on Qualtrics.  
Invitations were sent three times in May and June of 2015.  Of the 10,000 teachers who were 
emailed, approximately 20% opened the email, and 659 agreed to participate, and of these, 531 
provided responses to the questions used in this study. Compared to historical paper-based 
surveys, this may be considered a relatively low response rate (5%), but is nearly double the 
click-through rate for Education and Training emails via MailChimp (MailChimp, 2017). Our 
higher response rate than the industry average may be due to the fact that we were able to offer a 
relatively small participation incentive (raffle for 1 of 45 $25 Amazon gift cards). The modal 
time to complete the survey was 16 minutes. This procedure differs from the NCEDL Transition 
Practices survey in which teachers were mailed hard copies of the survey with a postage-paid 
envelope in October of 1996. Their procedure resulted in a response rate of 36%. 
Measure 
 The present study used an adapted version of the National Center for Early Development 
and Learning’s Transition Practices Survey (1996) and had a total of 38 items. The survey 
incorporated six sections: Entering Kindergarten (4 questions), School Information (8 questions), 
Teacher Information (6 questions), Teacher Preparation (4 Questions), Classroom Information 
(12 questions), Transition Practices (3 questions), and an open response item.  The Entering 
Kindergarten section and the open-response item were used to answer the present study’s 




were used to help provide sample characteristics and contextualize responses.  
Results 
Teachers’ Perceptions of School Readiness 
Our first research question addressed teachers' perceptions of children’s school readiness. 
From the survey, teachers were asked “In your judgment, what percentage of children in your 
current class was ready for Kindergarten when they started their Kindergarten year?” and were 
provided 10% increments for responses.  Figure 1 presents the results for 503 respondents.  The 
modal response was that 71-80% of the class was ready for Kindergarten.  However, it is notable 
how flat the distribution was with fully 44% of teachers stating that half or fewer of the children 
in their class was ready for Kindergarten.  Rimm-Kaufman et al. (2000) asked a related question: 
“Based on your experience, approximately what percentage of the children who enter 
kindergarten fall into the following categories?” Respondents could provide percentages for 
child who had “very successful transition, virtually no problems;” “moderately successful entry, 
some problems, mostly minor;” and “difficult or very difficult entry, serious concerns or many 
problems.”  Their results indicated that, on average, 52% of children had a very successful entry, 
32% of children had a moderately successful entry, and 16% of children had a difficult entry into 
Kindergarten. When compared, our findings would suggest that more children are having 
difficulty at Kindergarten entry.  
Teachers’ Perceptions of the Importance of Children’s Skills  
Our second research question asked about teachers’ perceptions of the relative 
importance of children’s skills. From the survey, teachers were asked to “Rank order the most 
important skills needed by children when they enter Kindergarten from (1) most important to (8) 




others”) and four were academic in nature (e.g., “Knowing upper and lower case letters”). Lower 
rankings indicate a greater importance.  Table 1 presents the results from the 516 participants 
who provided valid data. All four social–emotional items were ranked as more important than 
the four academic items.  The skill designated as most important was “Getting along with 
others.” The four items that reflected academic skills such as “Counting to 20” were considered 
less important by participants (Table 1). 
Teachers’ Identification of Children with Behavior Problems  
Our third question asked teachers about the proportion of children in their class with 
certain characteristics, such as “Difficulty working independently,” and then were provided with 
5 anchors including “none,” “a few,” about one-fourth of the class,” “about half of the class,” 
and “more than half of the class.” As shown in Table 2, teachers (n = 531) reported half or more 
of children in the class had “Difficulty working independently” (62%), “Difficulty following 
directions” (51%), “Difficulty working as part of a group” (51%), while only 22% reported that 
half or more of their class lacked academic skills. These concerns can be compared to the Rimm-
Kaufman et al. (2000) study which found that 35% of teachers reported that about half the class 
or more had difficulty working independently, 46% of teachers reported the half or more of the 
class had trouble following directions, and 30% of teachers reported half or more of the class had 
difficulty working as part of a group.  
Qualitative Views of Teachers’ Concerns  
Finally, the open response question requested, “If there is other information you would 
like to share, please use the space below.” Free-response data were analyzed descriptively to 
identify the descriptive trends in teacher perceptions by identifying key words within the 




Forty-six teachers provided responses to the open-response item.  The qualitative data 
collected from this item may inform some of quantitative findings.  Teachers’ responses 
regarding Kindergarten transition and readiness could generally reflected four different types of 
concerns: (1) There is too much testing in the Kindergarten classroom, (2) The programs and 
curricula set developmentally inappropriate expectations, (3) Assessments force teachers to focus 
on academic skills, and (4) Increased behavioral problems as well as increased student and 
teacher stress.  
Too Much Testing. Out the 46 responses, 16 mentioned the role of testing – specifically 
standardized assessments at the district, state, and federal level. All of these comments were 
negative in nature, and all teachers expressed some level of frustration over the amount of testing 
that was required in their classroom.  Of these negative comments, four of the teachers 
specifically referred to Common Core as adverse or as "changing the landscape of 
Kindergarten." Teachers were most concerned about either the extra time they needed to spend 
on testing or the instructional time that is lost in the classroom due to testing.  One teacher stated 
that, "We used to do wonderful musicals and activities with the children.  Most of these 
experiences are now eliminated due to testing!" and another stated, "Common core & guided 
reading have taken the time previously used for social skills & play."   
Developmentally Inappropriate Expectations. Altogether, there were 10 teachers who 
mentioned the developmental appropriateness of their programs and the curriculum. One teacher, 
whose comments were representative stated:  
With the current rigorous standards that have been implemented, I find that the 
development of a child is not taken into consideration when expectations are high.  We 




emphasizing writing and rigorous academic lessons.  This age group NEED (sic) to 
develop social skills through peer conversations and explorations.  I completely agree 
with high expectations when teaching children, however, I feel the current education 
standards are not taking into consideration the true development of a young child.  We 
are experiencing more behavior problems and are finding children are lacking social 
skills (emphasis in original).   
With these responses, teachers seemed to acknowledge that there is a place for academics in the 
Kindergarten classroom, but they also want the curriculum to focus on the skills they see as 
developmentally salient, which seem to be social–emotional in nature.    Overall, teachers felt 
that there had been a clear change in Kindergarten over the years into a developmentally 
inappropriate academic environment.  
Increased Academics. Nine teachers commented specifically on the increased academic 
rigor that is expected in Kindergarten programs. As one teacher stated, “Expectations for 
performance in reading are rising, and students seem to be coming in even less prepared than 
ever.” Another teacher wrote, 
There are many academic tasks that 5 year old children are capable of doing, i.e. reading, 
writing and math facts.  In my educated experience, it is not a question of CAN they do 
them, it is a question of SHOULD we ask them to do these things? By having these 
academic rigorous standards for our youngest learners, what are we leaving out of their 
curriculum? (emphasis in original).   
Notably, one teacher who works at a talented and gifted school commented on this 
increased academic focus and expressed that even though her children were meeting these 




and creative activities.  Overall, teachers seem to agree that the academic standards for children 
are becoming increasingly demanding.  
Increased Behavioral Problems. There were seven teacher comments that mentioned 
behavior problems such as aggression, violence, emotional disturbance, rudeness, or a lack of 
social skills.  Some teachers believed that this increase in problem behaviors was due to the 
reduced emphasis on the social and emotional curriculum of the classroom.  Others expressed 
that these behaviors were a product of bad parenting and trauma in the home, but that the lack of 
non-academic support in the classroom was exacerbating these problems.  For example, one 
teacher described how these factors were influencing student behavior in their classroom:  
I am seeing high levels of selfish, argumentative and rude children enter Kindergarten as 
they do not engage in unstructured interaction[s] with one another. Parents/guardians are 
disengaged and dis-interested as the schools take on more o[f] the 'raising' of their 
children. Then, legislation forces teachers to treat them as test scores, and not offer the 
necessary opportunities for them to develop human nature behaviors that are self-less, 
kind, and fair.  
In addition, one teacher commented that despite the rise of these problem behaviors, 
teachers are not being adequately trained to deal with these problems in the classroom.  This 
notion is also supported by the findings of our survey, where 118 teachers indicated that they had 
received no training to teach children with social or behavioral difficulties, 183 endorsed that 
they had received “a little” training and 150 indicated that they had received “some” training.     
Discussion 
 This study presents results of a survey conducted of Kindergarten teachers across the 




teachers’ responses, a majority of children are not ready for Kindergarten.  Furthermore, in terms 
of Kindergarten readiness, teachers place a greater value on social–emotional skills as compared 
to academic skills.  Second, teachers reported large numbers of children as having problems – 
mostly social – that would hinder their work in the classroom. Third, some teachers feel that the 
increased pressure for assessment and academic rigor is detrimental to the learning of other more 
developmentally appropriate skills related to social–emotional development.   
Perceptions of Kindergarten Readiness 
 Many teachers believed that large proportions of their incoming children were not ready 
to start Kindergarten when they arrived, and that this hasn’t changed markedly since the 1996 
NCEDL survey that Rimm-Kaufman et al. (2000) reported on. To some degree, this outcome 
may reflect a lack of alignment with preschool programs. In fact, data from this same survey 
showed that 63% of teachers reported that there was a preschool associated with the 
Kindergarten (Author blinded). However, these programs may not be serving the children who 
most need the support, or there may be little coordination between the preschool and the 
Kindergarten. This finding may also reflect a lack of preschool experience. As a follow-up to this 
point, we found that teachers estimated that 60% of the children they instructed had preschool 
experience. This is consistent with a report that found that 47% of children attended preschool in 
2008-2010 and that those levels were rising (Annie E. Casey Foundation, 2012).  Finally, the 
relative lack of Kindergarten readiness may represent the fact that Kindergarten children, and 
therefore teachers, are being asked to do more than ever before (Bassok et al., 2016). By 
increasing the demands of kindergarten, it is harder for children to be ready.  Thus, even with the 





Given the press for academic skills at younger ages (Bassok et al., 2016), many people 
may believe that Kindergarten teachers view academic skills as more important at Kindergarten 
entry than social–emotional skills.  However, we found little evidence for that belief in this 
study.  Instead, social–emotional skills dominated teachers’ views of Kindergarten readiness. 
This is not to say that Kindergarten teachers do not care about academic skills.  Rather, they may 
believe that social–emotional skills promote learning in the classroom by allowing for more 
instructional time, on-task behavior, and group work, all of which, in their opinion, would be 
more developmentally appropriate. In other words, teachers may believe that getting along with 
others not only has the direct benefit of a smoother running classroom, but also allows for more 
opportunities to learn academic content (Curby, Brown, Bassett, & Denham, 2015).  That said, 
despite teachers' views that generally prioritized children's social–emotional skills, early 
academic skills do have long-term implications for children's development.  For example, early 
academic skills – such as early mathematics (Clements & Sarama, 2008) – are strong predictors 
of later achievement and social–emotional skills through acquisition of self-efficacy (Duncan et 
al., 2007). Thus, research suggests that both social–emotional skills and academic content can be 
important for children’s development, but our results indicate Kindergarten teachers value 
social–emotional skills at Kindergarten entry. 
Teachers Have Unmet Classroom Behavior Expectations  
 Teachers reported that half or more of their classes had difficulty working independently, 
following directions, and working as part of a group. Compared to the Rimm-Kaufman et al. 
(2000) findings, the teachers in the present study expressed more concern with the lack of 
learning-related behaviors evidenced by kindergartners.  This seemed particularly true with 




of the class had difficulty nearly doubled relative to the Rimm-Kaufman et al (2000) study. This 
change may reflect out-of-school changes, such as changes in child-rearing practices.  Some 
modern parenting practices such as "helicopter parenting" stress supporting and giving oversight 
to children, perhaps at the expense of child autonomy (Reed, Duncan, Lucier-Greer, Fixelle, & 
Ferraro, 2016).  This may carry over into the classroom where children are used to working 
closely with an adult.  Further, teachers’ increased concern regarding children’s behavioral 
functioning at Kindergarten entry may represent developmentally inappropriate expectations of 
young children (Copple & Bredekamp, 2009). Finally, it may be that with the changes in content 
of Kindergarten, children simply may need more support.  Thus, from this perspective, it is not 
that children have more difficulty working independently, but rather that they have more 
difficulty with more academically challenging material.  
Academics, Standards, and Assessment 
A somewhat unexpected finding emerged from the open-ended responses.  Several of the 
comments made by teachers suggested that because the academic standards of Kindergarten are 
higher, children are not as well prepared to begin Kindergarten. This is despite the fact that 
children also have significantly higher math, literacy, and behavioral skills than they did in two 
decades ago (Bassok & Latham, 2017). Thus, children's skills have increased, but perhaps not as 
quickly as the expectations for their skills. This may be an unintended consequence of 
implementing higher state standards over time, such as Common Core. This rise in academic 
expectations has, to some extent, made it more difficult for children to be considered ready for 
Kindergarten. Many children are indeed capable of meeting these academic standards; however, 
teachers suggested that the academic focus is taking away from other important outcomes such 




align pre-Kindergarten and Kindergarten learning standards to help ensure a smooth transition 
(Flores et al., 2016). 
Limitations and Future Directions 
 Although we conducted random sampling to choose emails for participating teachers, and 
the demographic profile of the sample generally mirrors the sample characteristics of national 
surveys of teachers, we cannot test whether those who responded were nationally representative. 
Also, given the lengthy nature of the questionnaire, and the open-response item being at the end 
of the survey, those who chose to respond to this item may have been more motivated to 
respond, or may hold especially strong feelings about the content of their responses.  These 
qualitative responses are meant to elucidate some of the quantitative responses and provide 
potential further avenues of inquiry rather than be truly representative of the population. Finally, 
we neither have race and ethnicity information on the teachers and students to allow for an 
examination of whether the findings hold true for different groups.  Future research can and 
should explore these related lines of research. 
Implications 
 The findings regarding the increased focus on assessment and high academic standards 
have implications for district, state, and federal policies. The present study suggests that there is 
a mismatch between the academic demands being placed on the children (and teachers) and the 
teachers’ beliefs about what children need to be successful. Our respondents suggest that 
teachers both value social–emotional skills more than academic skills and view the lack of 
social–emotional and self-regulatory skills as the greatest problem areas. Teachers and legislators 
alike want to see children perform well academically, and both acknowledge that the 




respondents, the push for academic rigor has often come at the expense of the social–emotional 
curriculum (Chandler, 2014).   
With increased accountability, teachers are now required to give standardized 
assessments several times throughout the year. Findings suggest teachers need to be given 
sufficient resources, instructional time, and professional development necessary to prepare 
children for success. Finally, when determining the skills that will be assessed throughout the 
year, social–emotional skills are largely absent.  This means that social–emotional content needs 
to be an explicit component of the curriculum and assessment for both Kindergarten and pre-
Kindergarten. 
There are implications for policy as well.  Because policy makers determine the 
assessment content and required curriculum, the present study suggests that it is imperative that 
policymakers understand the priorities of teachers and developmental capacity of the children. 
Teacher perceptions of readiness and developmental appropriateness suggest that there is 
presently a mismatch between teachers’ views of developmentally appropriate practice and the 
current state standards under which many of them teach. The purpose of the Early Learning 
Challenge grants and Preschool Development grants was to support the linkage between Pre-k 
and Kindergarten. Policy makers and teachers might benefit by learning about what their state 
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Rank order of the most important skills needed by children when they enter Kindergarten from 






1 Getting along with others 2.15 1.41 
2 Knowing how to solve basic social problems (e.g., sharing) 2.97 1.33 
3 Understanding basic emotions (e.g., anger, sadness) 3.20 1.65 
4 Calming themselves down when they're upset 3.26 1.51 
5 Knowing upper and lower case letters 4.24 1.45 
6 Counting to 20 5.43 1.19 
7 Knowing how to read simple sentences 7.10 0.77 







Teacher-reported proportions of children with classroom-based behavior problems 
 
Rank Question None A few 
About 
one-fourth 
of the class 
About half 
of the class 
More than 
half of the 
class 
1 Difficulty working independently 1% 15% 23% 29% 33% 
2 Difficulty following directions 1% 21% 28% 25% 26% 
3 Difficulty working as part of a group 2% 25% 23% 27% 24% 
4 Lack of academic skills 2% 26% 30% 19% 22% 
5 Difficulty paying attention 0% 23% 36% 26% 15% 
6 Problems with social skills, getting along with other children 2% 33% 28% 22% 15% 
7 Difficulty communicating/language problems 7% 41% 27% 15% 10% 
8 Act quickly without thinking 2% 40% 30% 19% 9% 
9 Other (describe) 60% 18% 10% 6% 4% 
10 Demonstrate excessive worrying 24% 64% 8% 2% 1% 
11 Demonstrate excessive crying 28% 61% 8% 2% 1% 
12 Throw tantrums easily 19% 61% 16% 3% 1% 
Note. Child characteristics were placed in rank order based on the proportion of teachers that said more than half the class shared that 
characteristic. 
 
